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Cultural factors such as acculturative stress, discrimination and ethnic identity 
have demonstrated significant relationships with Latinx students’ academic outcomes. 
The first two have traditionally shown to be risk factors, while the last one plays a more 
protective role. Moderators and mediators have been studied to clarify the roles of these 
cultural factors in students’ academic success. One area of interest is school ethnic 
context, specifically school ethnic representation (number of same-ethnic peers) and 
school ethnic diversity (proportion of different ethnic groups in student body). Framed 
through interpersonal contact theory, this study investigated whether these two school 
ethnic variables moderated the relationship between cultural factors and academic 
outcomes. Both representation and diversity moderated relationships between English 
Competency Pressure (ECP), a subscale of acculturative stress, and academic-self 
efficacy. School ethnic diversity also interacted with ECP to predict school belonging. 
iv 
 
Negative relationships between ECP and academic self-efficacy or school belonging only 
emerged for students in schools with very low ethnic diversity. In contrast, ECP was 
strongly negatively related to academic self-efficacy for students in schools with the 
highest ethnic representation. These findings add complexity to the discussion of how 
school context influences Latinx student’s academic performance based on cultural 
factors. 






Moderating Effects of School Ethnic Composition on the Associations Between Cultural  
 
Variables and Academic Outcomes Among Latinx Youth 
 
 
Juan Estrada  
 
 
 Cultural factors such as acculturative stress, discrimination and ethnic identity 
have been shown to relate to Latinx students’ academic outcomes, with the first two 
being risk factors, while the last one primarily plays a protective role. Factors that modify 
or change these relationships have been studied by both psychological and educational 
researchers, in efforts to inform interventions. One area of interest is school ethnic 
contexts, specifically school ethnic representation (number of same-ethnic peers) and 
school ethnic diversity (proportion of different ethnic groups in student body). This study 
investigated whether these two school ethnic variables changed or influenced the 
relationship between the cultural factors and the academic achievement of Latinx youth. 
Both representation and diversity modified the relationships between English 
Competency Pressure (ECP), a subscale of acculturative stress, and academic-self 
efficacy. Diversity also showed a significant interaction with ECP in predicting school 
belonging. Negative relationships between ECP and academic self-efficacy or school 
belonging only emerged for students in schools with very low ethnic diversity. In 
contrast, ECP was strongly negatively related to academic self-efficacy for students in 
schools with the highest ethnic representation. These findings begin to clarify the 
intricacies of how school context influences Latinx student’s academic performance 
vi 
 
based on cultural factors. It is important to understand these relationships in order to 
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 As of 2016, Latinx students had the second lowest levels of educational 
attainment among major ethnic and racial groups. Additionally, Latinx students have the 
third lowest graduation rates and the highest dropout rates. About 8.6% of Latinx youth 
drop out of high school before graduation (U.S. Department of Education, 2018). Latinx 
students are still successful academically but face tougher institutionalized challenges. 
Efforts to diminish the achievement gap for Latinx youth have seen some incredible 
success, and yet additional work is necessary. The literature has shown that Latinx 
youth’s experiences of discrimination, acculturative stress, and racial-ethnic identity are 
linked to academic achievement. Given the associations of these cultural factors with 
academic achievement, it is important to explore the moderators of these relationships in 
order to understand how Latinx youth may be best supported academically. 
Understanding how these cultural factors are manifested in school settings can provide 
insight into policy, curriculums, and interventions.  
 Research shows that experiences of discrimination are linked to lower grade-point 
average, self-esteem, and overall academic self-efficacy among Latinx youth (Brown & 
Chu, 2012; Huynh & Fuligni, 2010). This relationship has been shown to be moderated 
by school climate, school belonging and same-ethnic friends (Benner & Graham, 2011; 
Faircloth & Hamm, 2005; Kawabata & Crick, 2011; Priest et al., 2013). Acculturation 
stress has a similar association with Latinx student’s academic success, showing harmful 




et al., 2011; Cervantes et al., 2013; Crockett et al., 2007). Moderators like generation 
status and school belonging have been shown to influence this relationship (Aretakis et 
al., 2015; Roche & Kuperminc, 2012). Ethnic-racial identity (ERI) has emerged as both a 
risk and a protective factor for Latinx youth attaining academic success. Most of the 
literature points to ERI as a protective factor, with complex moderating and mediating 
relationships explaining its association (Miller-Cotto & Byrnes, 2016; Umaña-Taylor et 
al., 2014). Some of these moderating factors include pride, neighborhood ethnic density 
and school belonging (Massey & Fischer, 2006; Oyserman et al., 2001; Rivas-Drake et 
al., 2014; Umaña-Taylor et al., 2014).  
A common theme among these moderators is that of school belonging, and the 
social and academic impact that school settings hold. There has been a significant amount 
of effort made to understand ethnic climates of schools, and their impact on academic 
achievement. School ethnic representation, the number or proportion of same ethnic peers 
in one’s school, has demonstrated significant links to academic outcomes. Some studies 
found positive relationships (i.e., Portes & Hao, 2004) while others found negative 
relationships (i.e., Lee, 2007). Additionally, school ethnic diversity, the amount of ethnic 
diversity among students in one’s school, has been linked to educational outcomes for 
both minority and majority students (Maestri, 2017). Both school ethnic representation 
and school ethnic diversity have strong relationships with each of the three cultural 
factors mentioned above.  
Research shows that higher proportions of same-ethnic representation is 




Additionally, most research suggests that in schools with more ethnic diversity, minority 
students experience less discrimination overall (i.e., Juvonen et al., 2006). While there is 
less research on acculturative stress and school ethnic contexts, scholars suggest that in 
more diverse schools with more same ethnic representation, Latinx students experience 
more opportunities for acculturation with less stigma (Benner & Graham, 2011). The 
relationship between school ethnic representation and ethnic identity is interesting, with 
studies showing that in schools with less representation, Latinx students tend to explore 
their ethnic identity more than students in schools with high same ethnic representation 
(Kiang et al., 2010; Umaña-Taylor, 2004). Some evidence also suggests that students 
who are exposed to diversity in schools tend to explore ethnic identity more (Huang & 
Stormshak, 2011). However, this too is a relationship that has not been studied in detail.  
School ethnic representation and school ethnic diversity have shown significant 
relationships to both academic outcomes and cultural factors, respectively. It is unclear, 
however, if these facets of school ethnic contexts influence the established relationships 
between cultural factors and academic achievement. This study will investigate whether 
school ethnic contexts, operationalized as school ethnic representation and school ethnic 
diversity, are moderators of the relationships between the three cultural factors 





CHAPTER II  
REVIEW OF THE LITERATURE 
 
Importance of Education and Existence of Educational Disparities 
 
 
The literature supporting the benefits of education is bountiful and well 
documented. Research has consistently shown the economic benefits of having a higher 
education, and recently research has supported health, social, safety and citizenship 
benefits of education as well (Behrman & Stacey, 1997; Fraser et al., 1987). Furthermore, 
education has shown to benefit cognitive ability and social integration (Hatch et al., 
2007). In addition, education shows a significant effect on life satisfaction, even when 
controlling for income among Latinx communities (del Salinas-Jiménez et al., 2011).  
The Latinx population in the U.S. is one of the fastest growing ethnic groups in 
the country. By 2050, the Latino population in the U.S. is projected to be about 106 
million, double the number it is today (Musu-Gillette et al., 2017; U.S. Department of 
Education, 2018). A problem facing Latinx individuals is the high prevalence of 
internalizing disorders and relatively higher rates of academic dropout (U.S. Department 
of Education, 2018). Latinx students have the second lowest levels of educational 
attainment among all major ethnic and racial groups in the U.S. (U.S. Department of 
Education, 2018). Also, Latinx students have the lowest scores on SAT and ACT, as well 
as the third lowest graduation rates in the nation when compared to other ethnic and 
racial groups. Furthermore, the achievement gap between Latinx students and their White 




above level at math and reading while 44% of White students are achieving this level 
(Aud, 2010). However, certain schools who have implemented a diversity program in line 
with contact theory (Allport, 1954) have been able to eliminate an achievement gap 
between these groups by 5th grade and reduced it to 5% in 10th grade with students who 
entered the program later in their educational career (Ellsworth, 2013). There has been a 
great increase in Latinx youth academic achievement recently with resiliency from the 
students and support from many fields.  
Further evidence suggest that the academic gap is closing across the country. In 
fact, the percentage of Latinx individuals aged 25-29 years old who completed high 
school has increased from around 56% in 1990 to approximately 79% in 2016 (Musu-
Gillette et al., 2017). Additionally, the percentage of U.S. public school students who 
identify as Latinx has increased from 16% in 2000 to 23% in 2010. Dropout rates have 
also decreased from around 35% in 1990 to 8.6% in 2016 (Musu-Gillette et al., 2017; 
U.S. Department of Education, 2018). Given the improvement that has rapidly occurred 
and the societal disparities Latinx students still face across the nation, much research has 
been devoted to identifying protective factors against low academic achievement in this 
population. Some studies have focused on acculturation showing that high acculturative 
stress is associated with lower academic achievement (Santiago et al., 2014). Strong 
ethnic-racial identity has also been identified as a protective factor within the context of 





Operationalizing Academic Achievement 
 
Dropout Rates and Attendance  
The National Center for Education Statistics (NCES) reports have highlighted key 
areas of growth for many groups of students, which have been critical in guiding 
education research to increase equity among all groups of students. Students of color 
have demonstrated worse outcomes for statistics describing educational outcomes; 
however, there has been monumental growth in the work being done to bridge the gap 
between ethnic minority students and White/European American students. As of 2016, 
8.6% of Latinx students dropped out of high school, while in 1995 that number was 
around 12.3% (U.S. Department of Education, 2018). As efforts are put in place to 
decrease dropout rates, it is important to remember that 8.6% represents over 1.5 million 
Latinx students who do not finish high school. There is still a lot of work to be done. 
Further research indicated that among Latinx students, 71% of those who dropped out 
were born outside of the U.S. (U.S. Department of Education, 2018).  
Attending school and classes is important for students’ academic achievement, in 
all age groups. Children who are absent from school fall behind in their studies and have 
a difficult time catching up with classmates (Galloway et al., 1985). Furthermore, 
students who drop out of school face higher adversity in retaining learned skills and 
finding meaningful job employment than their peers who stay in school (Jencks & 






Grade Point Average 
 Grade point average (GPA) is a national tool used to average the grades of 
individuals in most middle schools, high schools, and postsecondary education settings in 
the U.S. High school GPA was found to effectively predict success in first-year college 
GPA (Noble & Sawyer, 2002). Oftentimes, academic success is measured by an 
individual’s GPA, which is a “staple” in undergraduate and graduate admission decisions. 
One study showed that high school GPA was a more useful predictor than test scores in 
situations involving minimal to average academic performance in college (Sawyer, 
2013). The National Report Card (National Assessment of Educational Progress [NAEP], 
2009) conducted by the NCES compared GPA scores among four ethnic/racial groups: 
White, Black, Latinx and Asian/Pacific Islander. The trends in average GPAs among 
these groups showed that Blacks and Latinx had significantly lower GPA scores than 
their White and Asian/Pacific Islander peers. Although the average GPA increased for all 
groups from 1990, there was little difference among Hispanics (2.82 to 2.84) and Blacks 
(2.69 to 2.69) from 2005-2009.  
 
Academic Self-Efficacy and Optimism  
 Academic optimism is an overarching construct that unites efficacy, trust, and 
academic emphasis (Hoy et al., 2006). A student’s approach and motivation towards 
education impacts performance in academic situations. A study at the University of 
Kentucky revealed that academic optimism was associated with a decreased likelihood of 
dropping out of college, higher motivation, adjustment, and GPA (Solberg Nes et al., 




engagement and commitment to achievement (Solberg Nes & Segerstrom, 2006). Similar 
results were found when studying this relationship among adolescents, showing that 
optimism links to academic achievement in this age group (Tetzner et al., 2017). Lastly, 
another study found that student academic optimism had a significant direct effect on 
student achievement with students from urban schools, grades K-12 (Tschannen-Moran 
et al., 2013).  
Bandura (2012) defined self-efficacy as an individual’s perception of his or her 
own capacity to competently engage in a task. It is influenced by previous 
success/failures at similar tasks, like school achievement (Bandura, 2012). Researchers 
have found that self-efficacy is associated with individuals' learning, motivation, and self-
regulation (Schunk & DiBenedetto, 2014). Academic self-efficacy (ASE) focuses on 
youth’s sense of competence in academic tasks, school engagement, and levels of 
academic success. A recent study found a strong positive correlation between student’s 
ASE and grade point average and educational outcome expectation (Lucio et al., 2011). 
Furthermore, this same study found a negative relationship between ASE and behavior 
problems in schools, and a weak but positive correlation between self-efficacy and school 
attendance. Suldo et al. (2008) added that ASE belief was strongly correlated with youth 
global life satisfaction. Academically related self-efficacy has been shown to predict 
student’s trajectory into postsecondary education and career expectations (Bandura et al., 
2001). In a study with ethnic minorities, self-efficacy for academic milestones was found 






School Belonging  
 School belonging is most commonly defined in literature as “the extent to which 
students feel personally accepted, respected, included and supported by others in the 
school social environment” (Goodenow & Grady, 1993, p. 80; see also Knifsend & 
Graham, 2012; Slaten et al., 2016). This connection may include a sense of community 
(Osterman, 2007), positive interactions with others (Faircloth & Hamm, 2005), and social 
identity (Tajfel, 1972). Research has suggested that school belonging is positively related 
to academic achievement in cross sectional and longitudinal studies (Benner et al., 2008; 
Slaten et al., 2016). Furthermore, Sirin and Rogers-Sirin (2004) reported that school 
engagement was one of the two most strongly correlated predictors of academic 
achievement using an African American sample.  
 When focusing on Latinx populations, school belonging has been positively 
linked to academic success in Latinx adolescents (Sánchez et al., 2005). Moreover, the 
same study found that a sense of school belonging significantly related to academic 
motivation, effort, and absenteeism. Goodenow and Grady (1993) reported that school 
belonging was more significantly correlated with expectancy of success among Latinx 
students than African American students. Furthermore, among highly marginalized 
groups in the U.S., a sense of school friendship and belonging may be particularly 
beneficial for academic achievement. Specifically, having a sense of belonging to a peer 
group and a positive perception of friends positively linked school belonging to academic 






Cultural Correlates of Academic Functioning 
 
Discrimination 
 Racial and ethnic discrimination is often defined in psychology as being treated 
different based on race or ethnicity, in a way that disadvantages the ethnic or racial group 
(Dabady, 2003). Discrimination results in the presence of obstacles that members of 
racial or ethnic minority groups must face, which those in the majority rarely do 
(Edwards & Romero, 2008; Sellers & Shelton, 2003). Compared to non-Latinx students, 
Latinx students are more likely to face discrimination both in and out of the school 
context, experiencing it personally and noticing other Latinx students experiencing it as 
well (Martinez et al., 2004).  
Stress stemming from discrimination has often been associated with negative 
outcomes in physical and mental health, academic achievement, and self-esteem 
(Bertrand & Duflo, 2016; E. Chen et al., 2004; Wong et al., 2003). For example, 
discrimination was linked to lower grade point average, well-being, and self-esteem in 
Latinx youth. In a sample of 600 12th graders from Latin American, Asian, and European 
backgrounds gathered from three different diverse schools, Latin American students 
experienced more adult and peer discrimination, which linked to lower GPA and self-
esteem (Huynh & Fuligni, 2010). Other studies showed that the relationship between 
perceived discrimination and academic success tends to follow the same pattern with 
regard to negative outcomes. In a cross-sectional study with Latinx children, perceived 
teacher discrimination related to negative academic attitudes, including low self-efficacy 




American adolescents found that students who reported high perceived discrimination in 
11th grade tended to have lower grade point averages in 12th grade (Benner & Graham, 
2013). 
 Many studies have examined mediating and moderating factors that influence the 
relationship between discrimination and academic achievement. Faircloth and Hamm 
(2005), using a sample of over 5,000 high school Latinx, African American, European 
American, and Asian American students, found that this relationship was mediated 
through school belonging. Benner and Graham (2011) also found that racial and ethnic 
discrimination was negatively correlated with academic achievement through the indirect 
effect of negative perceptions of school climate in a sample of over 600 Latinx 
adolescents. Another study, of 221 Latinx adolescents found that gender and academic 
motivation significantly mediated the relationship between discrimination and academic 
achievement (Alfaro et al., 2009). Recently, Cooper and Sánchez (2016) found that 
cultural mistrust mediated the relationship between racial and ethnic discrimination and 
values of education which predicted lower GPA among all Latinx youth and attendance 
among Latinx boys.   
 
Ethnic Identity 
Ethnic-racial identity (ERI) is a multidimensional variable that refers to the 
psychological relationship, attitudes, and emotional salience people attach to their ethnic 
group. It is important to note the multidimensional nature of ERI, as multiple authors 
have studied the complexities in the definition and understanding of ERI development 




resolves uncertainties about ethnicity and finally embraces and affirms a positive ERI 
(Phinney, 1992). An optimal identity development status, achieved identity, is the result 
of a period of exploration followed by commitment to a positive and coherent ethnic 
identity. Umana-Taylor et al. revamped the conceptualization of ERI, by examining the 
individual subconstructs of ERI to better understand the components (Umaña-Taylor et 
al., 2004). For example, in Phinney’s status of achievement, affirmation or positive 
regard toward one’s ERI is confounded with resolution/ commitment to that part of one’s 
identity. Disentangling affective attachment to ERI from the sense of commitment to ERI 
allowed researchers to understand the way that each component of identity influenced the 
individual’s relationship and adjustment to their ethnic-racial group (Umaña-Taylor et al., 
2004). ERI achievement has demonstrated positive links to emotional, psychological, and 
physical wellbeing (French & Chavez, 2010; Phinney, 1992; Umaña-Taylor & 
Updegraff, 2007). Additionally, different components of ERI have been shown to link to 
differential outcomes (Gaylord-Harden et al., 2007; Rivas-Drake et al., 2014; Umaña-
Taylor et al., 2014). 
Scholars have proposed that ethnic identity plays a major role in academic 
achievement among minority students (Spencer et al., 2001), even though there are mixed 
results in the literature exploring moderators in the relationship between ERI and 
academic achievement (Estela Zarate et al., 2005). Specifically, the literature describes 
variable correlations between ERI and academic achievement depending on context or 
ethnic/racial group (Chavous et al., 2008; Sellers et al., 1998; Umaña-Taylor et al., 2014). 




academic achievement and a recent meta-analysis further confirmed this baseline 
assertion (Miller-Cotto & Byrnes, 2016). The debate and ongoing research focus on 
which factors moderate this association most strongly, which ethnic/racial groups benefit 
the most from this association, and which environmental contexts most strongly 
demonstrate this association.  
Some of the major factors discussed as potential contextual influences and 
moderators of the relationship between academic achievement and ethnic identity are 
discrimination, positive ethnic-racial affect, stereotype threat, and embedded achievement 
(Cross, 1995; Oyserman et al., 2001; Rivas-Drake et al., 2014; Umaña-Taylor et al., 
2014). Many of the studies mentioned above found one or more of these particular factors 
seemed to influence this relationship the strongest, yet a meta-analysis of the body of 
literature has yet to be done. However, one recent meta-analysis did show that overall 
ERI development does, in fact, demonstrated a consistent positive correlation to 
academic achievement (Miller-Cotto & Byrnes, 2016).  
 
Acculturative Stress  
 Acculturation is defined as the process an individual or group experiences when 
coming in to contact with a different culture (Redfield et al., 2004). Oftentimes this 
process involves the added stress of adapting to the new culture and includes an internal 
struggle of balancing the demands of two different cultures. Additionally, in the U.S. 
there is a high demand for individuals to adapt to the dominant culture, and this process 
often involves rejection or loss of the immigrant’s own culture (Cervantes et al., 2013). In 




of privilege and power, an acculturating individual may feel pressure to reject their 
culture of origin in order to access said privilege and power. The stress of coming in 
contact and adapting to a new culture is labelled acculturative stress (Cervantes et al., 
2013; Williams & Berry, 1991). Latinx youth have encountered high levels of 
acculturative stress emanating from discrimination, immigrant related stress, language 
difficulties, and a decreased sense of belonging in the community and school (Castro-
Olivo, 2014; Cervantes & Cordova, 2011). Acculturative stress has even been found to be 
relevant for second-generation youth, fully bilingual and bicultural individuals (Cervantes 
et al., 2013).  
 High levels of acculturative stress have been positively correlated with Latinx 
youth’s psychological problems, externalizing problematic behaviors, delinquency, and 
substance abuse (Cervantes et al., 2013; Crockett et al., 2007; Forster et al., 2015). 
Acculturative stress has been linked to increased anxiety and depression, which in turn is 
related to academic success (Crockett et al., 2007; Zychinski & Polo, 2012). Latinx 
students have been shown to experience acculturative stress when adapting to academic 
environments at the college level (Castillo et al., 2008). Further studies found that low 
acculturative stress significantly predicted higher levels of academic self-efficacy 
(Aguayo et al., 2011). Even more, low acculturative stress was related to higher academic 
achievement among Latinx college students (Chun et al., 2016). Students who experience 
higher acculturative stress were found to have lower school belonging ratings and thus 
lower grades (Roche & Kuperminc, 2012). A recent study also found that higher 




generation Latinx individuals (Santiago et al., 2014).  
 Some studies have found that first generation students have higher levels of 
academic achievement than second and third generation students (Aretakis et al., 2015; 
Suárez-Orozco & Suárez-Orozco, 2015). These findings are congruent with the 
immigration paradox that states that first generation immigrants have better educational 
and health outcomes than later generations (Myers-Walls, 2013). Many are surprised by 
this paradox, but it speaks to the complexities in the process of acculturation and its 
impact on self-esteem and academic achievement. For many Latinx youth, acculturative 
stress has been studied in areas of the country in which there is a larger group of same 
ethnic people, like Miami or Chicago (Suarez-Morales et al., 2007). Less focus has been 
given to Latinx youth less Latinx populated areas like Wyoming or Indiana for example 
(Morales-Chicas & Graham, 2017). 
Acculturative stress can vary depending on individual factors, such as 
generational status, documentation status, and language proficiency (Arbona et al., 2010; 
Aretakis et al., 2015). Furthermore, when controlling for gender and documentation 
status, Latinx individuals seem to share equally stressful experiences around language 
proficiency and family separation (Arbona et al., 2010). It has been shown that language 
proficiency is a particularly significant contributor to acculturative stress among Latinx 
youth (Love & Buriel, 2007). Thus, stress related to language proficiency was 






School Ethnic Contexts as a Moderating Variable 
 
 
Studies assessing the outcomes of school desegregation have been abundant since 
(Brown v. Board of Education, 1954), with the goal of decreasing the achievement gaps 
in the education system in the U.S. This issue has generated a significant amount of 
debate with two main camps discussing the role of diversity in schools. Conflict theory 
states that in places with low resources, integration causes increased conflict between in-
group and out-group members (Blumer, 1958; Bobo & Zubrinsky, 1996). Additionally, it 
can be damaging to all groups by creating a sense of ethnocentrism at schools. On the 
other hand, contact theory argues that the more contact an individual has with those of the 
out-group, the stronger the positive connections with those of the out-groups become. 
This theory focuses on decreasing prejudice and increasing cooperation with those 
outside one’s ethnic group (Allport, 1954). Having schools that encourage and support 
inter-ethnic contact would theoretically be beneficial to minority students suffering from 
discrimination, prejudice, and institutional barriers if it increases the number of positive 
intergroup interactions. However, the following conditions must be met in order for the 
benefits of contact theory to help with issues of discrimination and hostile cross-ethnic 
environments: (a) equal status among members, (b) common goals, (c) personal 
interaction and cooperation, and (d) support from authority (Allport, 1954; McKay, 
2018).  
There is empirical support for both of these major camps in the discussion of 
benefits or disadvantages of segregation in school contexts. Certain studies have shown 




Benner & Graham, 2011). There is evidence to suggest that, in fact, having diversity in 
schools does not necessarily improve or worsen prejudice or group interaction, it simply 
diminishes interethnic relations in general. Putnam (2007) introduced a third theory 
called constrict theory supporting this view. One study found that ethnic school diversity 
was associated with fewer overall friendships and a general less attachment to them 
(Demanet et al., 2012). In the same study however, the authors cited socioeconomic 
status as the strongest contributing factor to these findings and noted that immigrant 
students actually demonstrated an increase in both quantity and quality of friendships in 
high diversity settings (Demanet et al., 2012).  
Despite the debate continuing due to support for both camps of the discussion, 
contact theory has an overwhelming amount of support. A meta-analysis found that, in 
general, intergroup contact helped reduce intergroup prejudice. The effect was more 
significant when the four optimal conditions to contact theory were present (Pettigrew & 
Tropp, 2006). The first of these is equal status, in which all groups are treated in an 
equitable manner. Situations in which one group has a substandard role to another, may 
contribute to increased stereotypes and feelings of inferiority (McKay, 2018). Second is 
the condition of common goals that require an understanding of beneficial goals for all 
groups. The third condition is cooperation in which the activities in which these groups 
interact with should require a sense of teamwork rather than competition. One studied 
showed under this condition, intergroup contact had a positive impact on attitudes 
(McKay et al., 2015). Lastly, support from authority which may institute expectations of 




that leads to this environment has been documented as helping to improve peer relations 
among different groups (Kalymon et al., 2010). Interestingly, while these contact 
conditions showed the most effective results in reducing prejudice in groups, the same 
meta-analysis found that having all conditions is not essential in achieving this goal 
(Pettigrew et al., 2011). Research further suggests that intergroup contact is especially 
effective for groups of individuals at high risk of prejudice and discrimination (Vezzali & 
Stathi, 2017). 
Intergroup contact has not only shown positive impact in issues of prejudice but 
also in other aspects of education. In a study at the University of Michigan, the 
researchers found support for both curricular and non-curricular intergroup activities in 
increasing democratic citizenship among college students (Gurin et al., 2004). Another 
study showed how contact diversity, frequency of interaction between peers of different 
backgrounds, had a significant positive association with student outcomes such as 
cognitive openness and equal opportunity (Gottfredson et al., 2008). In fact, some of 
these benefits of intergroup contact have been noted in math and reading outcomes as 
demonstrated by the Capital Region Education Council (CREC) project in Connecticut. 
The CREC created multiple magnet schools integrating black and Latinx students from 
the city of Hartford with white students from the suburbs. This program showed that 
achievement gaps were eliminated between black and white, and Latinx and white 
students in third grade, and white and Latinx in fifth. It was additionally impactful in 10th 
grade as it decreased the achievement gap to just 5% compared to the 28% average at the 




diversity under the conditions of intergroup content theory such as decreased bias, 
improved creativity, critical thinking and problem-solving (Chang et al., 2006; Phillips et 
al., 2014; Wells et al., 2016). 
Intergroup contact theory has additionally evolved in complexity, with new 
models showing differences and interactions between direct intergroup contact (face-to-
face) and indirect ones (imagined contact, extended contact, and vicarious contact). 
Recent work has demonstrated positive outcomes with both direct and indirect contact 
(Christ & Kauff, 2019). Interestingly, the extended contact hypothesis articulates 
intergroup benefits of simply knowing that a member of the in-group is friends with a 
member of the out-group (Wright et al., 1997). A recent meta-analysis demonstrated 
small-to-medium effect sizes of extended contact independently of direct contact, in 
positive intergroup attitudes. Interestingly, this effect was stronger when there was 
perceived contact, more than actual (Zhou et al., 2019). Given the unique insights of 
extended contact and perceived contact, there is optimism that these two indirect contact 
types would be more abundant in schools with higher ethnic representation. Due to wider 
access to Latinx students at school, there might be an increase in having members of this 
in-group having cross-ethnic group relationships. There is no current literature on 
whether extended contact hypothesis is moderated by school ethnic representation. 
However, one study found that as ethnic diversity increased among black, Latinx, white 
and Asian students, students were more likely to form friendships with outgroup peers, in 





School Ethnic Context and Academic Outcomes 
Much of the current research about school ethnic contexts is inconsistent and 
difficult to synthesize because of a lack of a widely used definition of ethnic context. 
Ethnic congruence for example, has been used to describe the difference in ethnic school 
composition by peers in the transition from middle to high school, and has been 
operationalized simply as the number of same-ethnic peers in one’s school. Further, the 
number or proportion of peers in school that share the same ethnicity has been labelled 
school ethnic composition (Assari, 2018; Johnson et al., 2006), same-ethnic peer 
(Bellmore et al., 2012), school ethnic density (Syed et al., 2007), school congruence 
(Byrd & Chavous, 2011; A. D. B. Graham & Sandra, 2009), and school ethnic 
representation (Egalite et al., 2014; Morales-Chicas & Graham, 2017; Umaña-Taylor et 
al., 2014). For the current study, we use the term “school ethnic representation”, defined 
as the proportion of same-ethnic peers in the student’s school. “School ethnic diversity” 
is the amount of ethnic diversity among all students in one’s school. School ethnic 
diversity will be calculated as a function of the number of ethnic categories in a school, 
the sum of participants in all categories and the squared frequencies across the six ethnic 
categories: European American, African American, Latinx, Native American, Asian, and 
Other. This study will explore the moderating effect of both constructs mentioned above.  
 
School Ethnic Representation 
 The literature on school ethnic representation and academic achievement has 
produced mixed findings. Some findings suggest a positive association between higher 




higher school ethnic representation was a significant factor for school attachment, the 
extent to which an individual feels part of school community (school belonging). Portes 
and Hao (2004) found that Mexican American students had higher rates of dropping out 
when attending higher SES and presumably schools with low ethnic representation. 
Another study found that students who attended schools in which at least 80% of the 
student body was Latinx felt significantly more attached to their school (McNeely et al., 
2002). Further, Goldsmith (2004) showed that the ethnic school representation of Latinx 
students linked positively test scores. Benner and Graham (2009) showed that as Latinx 
students transitioned to high schools with a lower percentage of same ethnic 
representation than their middle schools, school belonging decreased while school 
absences increased. In contrast, other studies found no, or a small correlation between the 
ethnic representation and academic outcomes. For example, one study reported no 
relationship between school ethnic representation and school belonging or school 
participation among Latinx students (Barret, 2010). Another reported that ethnic school 
representation had little effect on Latinx academic achievement, but that this effect 
increased slightly for first generation students (Ryabov & Van Hook, 2007). One study 
found negative correlations between school ethnic representation and scores on exams 
(Lee, 2007). Other studies found that the relationship between school ethnic 
representation and academic outcomes is influenced by other factors. School ethnic 
representation alone did not have a significant association with academic outcomes 
(Benner & Crosnoe, 2010). However, when combined with school ethnic diversity, 




related to school belonging and graduation completion in low SES schools with little 
class separation based on prior achievement (Pierce, 2016). Thus, there is considerable 
empirical support that the ethnic composition of a school affects student’s academic 
outcomes, even when controlling for student’s academic and social background 
(Schofield, 2001). Overall, most of the studies found that ethnic school representation 
links to student’s achievement in some manner. Additionally, an individual’s friend 
group is influenced by the ethnic composition of the school (Moody, 2001; Quillian & 
Campbell, 2006). For Latinx youth, friendships can be increasingly impactful since many 
of these students face cultural contrasts between home and school (Roosa et al., 2002).  
 
School Diversity 
Consistent with contact theory, studies have shown that greater school diversity is 
linked to improved intergroup interactions and comfort with outgroup peers (X. Chen & 
Graham, 2015; Knifsend & Juvonen, 2014; Thijs & Verkuyten, 2014). Further, ethnic 
diversity has support for increasing educational outcomes, including learning and 
achievement (Maestri, 2017; Terenzini et al., 2001). Benner and Crosnoe (2010) showed 
that students earned higher scores in schools with more diversity, especially when 
combined with high school ethnic representation. In fact, they showed that without school 
diversity, school ethnic representation did not have a significant association with test 
scores. Ethnically diverse and balanced schools have shown to be more beneficial to 
minority students for both academics (Goldsmith, 2004) and for self-esteem (Johnson et 
al., 2006; Quillian & Campbell, 2006). Furthermore, aspirations to succeed had the 




(Goldsmith, 2004). A recent study demonstrated that ethnic diversity was associated with 
high school completion and belonging, in all contexts. Latinx students benefited from 
being in a high ethnic diverse school, even when lacking in school ethnic representation 
and school SES. Furthermore, high ethnic diversity moderated the negative effects of 
schools that divide classes based on previous achievement, for Latinx youth (Pierce, 
2016).  
Many of the studies have focused on the transition between one level of schooling 
and the next. Specifically, these studies have addressed the transition when an individual 
increases or decreases in the level of school ethnic representation from one school setting 
to the next. Morales-Chicas and Graham (2017) studied the transitions of Latinx students 
from elementary to middle school, and measured the effect of ethnic congruence, the 
increase or decrease in school ethnic representation, on school belonging and academic 
achievement. They showed that a decrease in school ethnic representation was related to 
lower feelings of belonging and GPA for Latinx middle schoolers. However, this effect 
was moderated, weaker in schools with high ethnic diversity. Their work suggests that 
school ethnic diversity could be a protective factor for students without much same-
ethnic peer representation.  
 
School Ethnic Context and Cultural Variables 
 
Ethnic Identity 
As studies have shown variable patterns of relationship between ERI and 




additional need for further exploration of potential factors that could moderate the 
relationship between EIR and academic achievement. School ethnic representation is a 
topic that is garnering more interest in this literature. Ethnic representation refers to how 
well an individual’s ethnicity-race is represented in different settings, such as community, 
school, or work. Most of the studies have focused on community or neighborhood ethnic 
density. For example, one study found that Black and Latinx students who come of age in 
minority-dominant environments exhibited higher levels of self-esteem, self-efficacy, and 
self-confidence than those growing up in integrated settings (Massey & Fischer, 2006). 
However, interestingly this same study found that those coming of age in minority-
dominant environment performed more poorly academically compared to their peers who 
were minorities in a majority-dominant environment. In other words, when school ethnic 
representation is high there are higher levels of self-efficacy and self-esteem, but upon 
entering an academic community in which the ethnic representation is lower, academic 
achievement appears to increase. Similarly, Witherspoon et al. (2016) showed that 
positive neighborhood connections were associated with a stronger sense of ERI and, in 
turn, greater academic achievement. This study did not find ERI differences in 
advantaged vs. disadvantaged neighborhoods but did find that the relationship one has 
with their neighborhood is important (Witherspoon et al., 2016). The role of ethnic 
representation on sense of attachment with one’s ethnic-racial identity could be 
significant in the school settings as well.  
Studies of the relationship between ethnic identity and ethnic school composition 




review of ethnic identity, ethnic minorities at Predominantly White Institutions (PWI) 
were more likely aware of their ethnic identity because of underrepresentation. However, 
at Historically Black Colleges and Universities, ethnic minorities were aware of their 
ethnic identity because they purposely chose to attend an institution that represented their 
own ethnic or racial group. It was unclear in which scenario ethnic identity was more 
salient. Other studies have found that there is a difference in ethnic identity exploration 
depending on the ethnic school representation of the school. Umaña- Taylor (2004) found 
that at schools with low numbers of Latinx students, ethnic identity seemed a little higher 
for Latinx students. Further, Latinx students tended to increase their level of ethnic 
identity affirmation when transitioning from middle to late adolescence in predominantly 
White schools (Umaña-Taylor et al., 2009). These finding suggests that ethnicity may not 
be as salient for those in the ethnic majority when compared to those in the ethnic 
minority. Kiang et al. (2010), found that in schools with more same-ethnic peers there 
were lower levels of ethnic identity exploration. Other studies found no difference in 
ethnic identity scores when students attended schools in which the majority was of the 
same ethnic group (Greene et al., 2006).  
Syed and Juan (2012) noted that ethnic identity exploration and commitment 
tended to be similar among friends, and further suggested that this link can be explained 
by the frequency in which same-ethnic friends discuss ethnicity. Evidence suggests that 
having more same-ethnic friends predicted greater ethnic belonging and exploration 
(Kiang et al., 2010). Further evidence suggested that same-ethnic peer relationships can 




2014; Kiang & Fuligni, 2009). As stated earlier, more school ethnic representation, can 
lead to more opportunity to make same ethnic friends. 
Fewer studies have examined the relationship between ethnic identity and school 
ethnic diversity. There is evidence to suggest that an increase in exposure to diversity in 
schools leads to greater relevance of ethnic identity in youths (Huang & Stormshak, 
2011). In accordance with this idea, the congruence perspective posited by Byrd and 
Chavous (2011) suggests that in settings where there is congruence between an 
individual’s ethnic beliefs and that of the setting (school), that individual feels a greater 
connection to the setting and the outcomes associated in this setting. In schools that allow 
for more support towards diversity, students of minority ethnic groups tend to perform 
better (Byrd & Chavous, 2009; Patrick & Ryan, 2001). Private regard refers to positive 
association to one’s ethnic group, pride in one’s ethnic identity. Students experiencing 
positive peer racial climate, those in which there was respect between different groups, 
had higher positive private regard and in turn, higher academic motivation (Byrd & 
Chavous, 2011). Referencing contact theory, it would make sense for students to 
experience more positive peer racial interactions in schools with greater diversity of 
student body.  
 
Discrimination 
The history of segregation vs non-segregation in schools is long and painful. 
Examining the positive and negative effects of school ethnic and racial composition is 
complex, given all the mediating and moderating factors that influence this process. 




in predominantly White schools (Assari, 2018; Assari et al., 2018). Additional evidence 
that students experience less discrimination in schools with higher proportions of same-
ethnicity peers was noted in Canada (Closson et al., 2014). In a recent study with a 54% 
Latinx sample, Bellmore et al. (2012) investigated the relationship between peer 
discrimination and school ethnic representation. They studied objective and perceived 
same peer representation. Higher levels of both were associated with decreased perceived 
discrimination. Furthermore, the negative association between perceived same ethnic 
school representation and discrimination was especially protective for Latinx students. 
This indicates that even when Latinx students simply believe that there is a greater 
representation of Latinx students in their school, they report less peer discrimination.  
The interaction of high school ethnic representation and discrimination can also 
be understood based on an individual’s access to same ethnic friends. Having friends 
experiencing discrimination can increase sensitivity to experiencing discrimination 
(Kawabata & Crick, 2011; Nishina & Juvonen, 2005; Priest et al., 2013). On the other 
hand, experiencing discrimination within a same-ethnicity friend group can protect the 
individual from the emotional and social toll of the prejudice (Benner & Wang, 2017; S. 
Graham et al., 2009). Evidence for the benefits of school ethnic diversity when a student 
is a victim of discrimination at school is mixed. Most research suggests that more 
diversity predicts less discrimination. In schools with little ethnic diversity, students in 
the minority are more likely to be targeted by the majority, likely due to a lack of power 
and prestige based on the low number of same-minority students (S. Graham & Juvonen, 




schools (Juvonen et al., 2006). Additionally, adolescents in ethnically diverse schools 
show greater ability to navigate peer discrimination and victimization by peers (S. 
Graham et al., 2009). The evidence suggests that in schools with increased ethnic 
diversity, students report less discrimination, and are able to overcome discrimination 
better than in schools low in ethnic diversity. Additionally, having cross-ethnic 
friendships can lead to less perceived discrimination, similarly, to having high school 
ethnic diversity (S. Graham et al., 2014). However, some studies suggest that higher 
diversity increases the opportunity for intergroup conflict, and thus can lead to greater 
discrimination for ethnic minorities (Benner & Graham, 2011).  
 
Acculturative stress 
Compared to the other cultural factors, acculturative stress has been studied less 
in terms of its relationship with school ethnic representation. Recent evidence suggests 
that school ethnic concentration has important implications for acculturation, but not 
enculturation (White et al., 2017). Among Mexican American students, those attending 
schools with low Latinx representation showed a small but significant increase in Anglo 
orientation across time. It is unclear, however, what impact school ethnic representation 
had on acculturative stress. Having other peers of the same ethnicity could help with this 
process. Having students who speak the same language and share certain cultural beliefs 
may alleviate the stressors of acculturating to a new country (Benner & Graham, 2011).  
There is little evidence about the relationship between acculturative stress and 
school ethnic diversity. However, in a study of Vietnamese immigrants, the authors found 




friendships (Chan & Birman, 2009). Additionally, the authors argued that higher 
American acculturation led to more quality friendships and higher school diversity lead to 
more quantity of friendships (Chan & Birman, 2009). Benner and Graham (2011) 
suggested that Latinx students in more diverse schools have more opportunities for 
acculturation, decreasing the stress of this process. The whole acculturative stress 




The literature review shows that multiple cultural factors link to Latinx students’ 
engagement and achievement in schools. These cultural factors have been studied in 
order to understand mechanisms associated with these students’ academic success. The 
literature suggests that exploring moderators of the relationship between cultural factors 
and academic outcomes is crucial in narrowing the achievement gap for Latinx youth. 
The school context is highly influential in this process, so this study tests the hypothesis 
that school ethnic representation and school ethnic diversity will be moderators of 
relationships between cultural factors and academic outcomes. The presence of larger 
numbers of same ethnic peers or more diversity in general might mitigate the 
relationships of acculturative stress and discrimination experiences with poorer academic 
outcomes. Alternatively, the positive relationship of stronger ethnic identity with 
academic functioning might be exacerbated in contexts that support positive ethnic 
identity (i.e., more diverse settings or settings with higher Latinx representation). See 




1. Does school ethnic representation act as a moderator in the relationships 
between ethnic identity, acculturative stress or discrimination and academic 
achievement (i.e., attendance, academic aspirations, self-reported GPA, 
academic self-efficacy, and school belonging)?  
2. Does school ethnic diversity act as moderator in the relationships between 
ethnic identity, acculturative stress or discrimination and academic 
achievement (i.e., attendance, academic aspirations, self-reported GPA, 
academic self-efficacy, and school belonging)? 
Figure 1 













Participants and Procedure 
 
A sample of 190 Latinx high school students were recruited and compensated 
through a Qualtrics participant panel. A total of 887 individuals accessed the Qualtrics 
screening questions, of which 196 did not meet eligibility criteria; 455 entered the survey 
after the sample size was met and another 35 did not meet the time limit cut-off. Of the 
remaining 203 complete responses 13 were either not in the U.S., gave fictitious school 
names or were enrolled in online schools. The mean age of the participants was 16.7 (SD 
= 1.48). A power analysis with G*Power indicated that 182 participants is sufficient to 
detect a medium effect size with power = .90 and alpha = .001 for a multiple regression 
analysis with three variables (IV, moderator, and interaction). A sample of 208 is 
required to detect a medium effect size with power = .95. A stricter alpha was used for 
the power analysis to address the issue of family-wise error related to the large number of 
separate analyses required to answer the research questions.  
 Eligibility criteria was provided to the Qualtrics representative and data collection 
took place on the Qualtrics secure system, procuring parental consent prior to forwarding 
survey information on to adolescents for assent and participation. See Appendix A for 
copies of Spanish and English consent and assent forms. Data were delivered to 
researchers in anonymous form. Table 1 provides a complete summary of participant 






Demographic Information (N = 190) 
 
Variables n % 
Age   
14 15 7.9 
15 31 16.2 
16 39 20.5 
17 38 20.0 
18 45 23.7 
19 22 11.6 
Multicultural    
Yes 120 63.2 
No 70 36.8 
Identified as also   
American Indian  13 6.8 
Asian/Asian American  10 5.3 
Black 24 12.6 
White 24 12.6 
Middle Eastern  1 .5 
Native Hawaiian 8 4.1 
Grade    
9th 24 12.6 
10th 38 20.0 
11th 46 24.2 
12th 82 43.2 
Generational Status   
First Gen  13 6.8 
Second Gen  77 40.5 
Third Gen  54 28.4 
Fourth Gen 46 24.2 
Gender Identity    
Cisgender Man, masculine, male 70 36.8 
Cisgender woman, feminine, female  115 60.5 
Transgender woman 1 .5 
Gender non-conforming or genderqueer 2 1.1 
SES   
Poor 14 7.4 
Working class 79 41.6 
Middle class 95 50.0 
Affluent/rich 2 1.1 
Sexual orientation   
Heterosexual 142 74.7 
Gay or lesbian 11 5.8 
Bisexual 20 10.5 





Variables n % 
Pansexual 6 3.2 
Questioning 2 1.1 
Asexual 2 1.1 
Identity differently 1 .5 
Prefer not to answer 5 2.6 
Highest level of education achieved by primary 
parenting figure 
  
Less than high school 38 20.0 
High school diploma 46 24.3 
Vocational training 9 4.7 
Some college 32 16.8 
Associate degree 22 11.6 
Bachelor’s degree 33 17.4 
Post-graduate degree 9 4.7 
Highest level of education achieved by secondary 
parenting figure 
  
Less than high school 38 20.0 
High school diploma 55 28.9 
Vocational training 7 3.7 
Some college 37 19.5 
Associate degree 18 9.5 
Bachelor’s degree 26 13.7 
Post-graduate degree 7 37 
Highest level of education that you hope to achieve   
Less than high school 11 5.8 
High school diploma 17 8.9 
Vocational training 6 3.2 
Some college 13 6.8 
Associate degree 24 12.6 
Bachelor’s degree 56 29.5 
Post-graduate degree 62 32.6 
 
 
Demographic information items included ethnicity, age, gender and sexual 
identity, socioeconomic status, parental educational status, and school performance 









ethnic and racial identity (ERI). The EIS consists of 17 items that asses an ethnic 
minority’s exploration, resolution, and affirmation with their ethnic or racial group. The 
EIS is divided into three subscales: (1) exploration (seven items, e.g., “I have 
participated in activities that have exposed me to my ethnicity”); (2) resolution (four 
items, e.g., “I am clear about what my ethnicity means to me”); and (3) affirmation (six 
items, e.g., “My feelings about my ethnicity are mostly negative”). Each item is rated on a 
4-point Likert type scale ranging from 1 (does not describe me at all) to 4 (describes me 
very well). Negatively worded items are reverse scored. The full scale is calculated with 
the sum of the scores on all items. Higher scores indicate higher levels of affirmation, 
exploration, and resolution. The EIS demonstrated strong internal consistency in an 
ethnic minority high school sample (21% was Latinx) for the full measure (α = .89). In 
this sample, the full scale yielded strong reliability (α = .85). Research has shown that the 
full scale can be used to reliably represent ethnic identity as one total score (Syed et al., 
2013; Umaña-Taylor et al., 2004) See appendix B for full measure.  
 
Discrimination 
The Revised 28-Item Racial and Ethnic Microaggressions Scale (R28REMS; 
(Forrest-Bank et al., 2015) was used to measure discrimination. This shortened scale was 
adapted from the original 45-item Racial and Ethnic Microaggressions Scale (Nadal, 
2011). The R28REMS consists of 28 items that asses an ethnic minority’s experiences of 
microaggressions and perceived discrimination. The measure includes five subscales: (1) 
second-class citizen and assumption of criminality (six items; e.g., “Someone’s body 




Inferiority (seven items; e.g., “Someone assumed I was poor because of my race”); (3) 
assumptions of similarities (five items; e.g., “Someone assumed that I speak similar 
languages to other people in my race”); (4) microinvalidations (six items; e.g., “Someone 
told me that they ‘don’t see color’”); and (5) media microaggressions (four items; e.g., “I 
observed people of my race portrayed positively on television”). Each item is rated on a 
6-point Likert-type scale ranging from 0 (I did not experience this event) to 5 (I 
experienced this event five or more times). Each subscale is scored by summing up the 
items within each subscale. Higher scores indicate more experiences of racial and ethnic 
discrimination and microaggressions. The R28REMS showed strong internal consistency 
for the total scale and each subscale among Latinx young adults in a multi-racial norm 
sample (total scale α = .90; second-class citizen and assumption of criminality α = .81; 
assumptions of inferiority α = .91; assumptions of similarities α = .77; microinvalidations 
α = .81; media microaggressions α = .82). The current yielded similar reliability results 
(total scale α = .93; second-class citizen and assumption of criminality α = .90; 
assumptions of inferiority α = .93; assumptions of similarities α = .85; microinvalidations 
α = .87; media microaggressions α = .68) except for media microaggressions (see 
Appendix B for full scale).  
 
Acculturative Stress 
The Multidimensional Acculturative Stress Inventory was used to measure 
acculturative stress (MASI; Rodriguez et al., 2002, 2015). The MASI is a 36-item scale 
used to measure the levels of stress associated with acculturation for Latinx and Hispanic 




e.g., “I don’t speak Spanish or don’t speak it well”); (2) English competency pressure 
(eight items, e.g., “I don’t speak English or don’t speak it well”); (3) pressure to 
acculturate (11 items, e.g., “It bothers me when people pressure me to assimilate to the 
American way of doing things”); and (4) pressure against acculturation (nine items; e.g., 
“People look down upon me if I practice American customs”). Analyses for this study 
used the full scale, as well as the English Competency Pressure and Spanish Competency 
Pressure scales, due to the relevance of language proficiency in previous literature on 
acculturation among Latinx youth. Participants are asked to respond how stressful a 
situation presented has been for them in the past 3 months. Each item is measured using a 
6-point Likert-type scale ranging from 0 (does not apply) to 1 (not at all stressful) to 5 
(extremely stressful). The full score is calculated with the sum of all items. Each subscale 
is calculated as the sum of all items within the subscale. Higher scores indicate higher 
levels of acculturative stress. The MASI showed strong internal consistency for 
adolescents of Mexican origin (α = .94). This sample yielded strong internal reliability as 
well (MAIS full scale α = .97; ECP youth α = .94; SCP youth α = .90; BPC α = .94; BSC 
α = .81). See Appendix B for full scale.  
 
Same Ethnic Representation 
Same ethnic representation was calculated as the percentage of Latinx students in 
the school. Participants provided the name, city, and state of their high school. Using data 
from National Center for Education Statistics (NCES), the percentage of Latinx students 





School Ethnic Diversity 
School ethnic diversity was calculated based on the proportion of multiple ethnic 





(Billy et al., 1998). Diversity (D) was computed as a function of the number of ethnic 
categories in a school (k = 6), the sum of participants in all categories squared (𝑁𝑁2), and 
the sum of squared frequencies (∑𝑓𝑓𝑖𝑖2) across the i categories (i = 1, k). The six ethnic 
groups used in this equation included European American, African American, Latinx, 
Native American, Asian, and other. The equation analyzed the number of different 
ethnicities at each school and the proportion of the major ethnicities at each school. A 
school with high school ethnic diversity would have multiple ethnic groups in the student 
body, and an even representation among the groups. This strategy has been used in other 
studies (Pierce, 2016).  
GPA. GPA was measured using self-reported GPA. Given that students often 
struggle to report accurate GPA numbers, this study asked students to give an educated 
guess of their “average” letter grades. They were given the option of choosing responses 
such as “Mainly As,” “As and Bs,” “Mainly Bs,” and so forth.  
 
Attendance 
Attendance was assessed using self-reported attendance. Participants were asked 
how often they miss school classes and reasons for missing school. Response options for 
attendance were scored so that higher scores indicate more consistent attendance (1 = 
Every day, 2 = Multiple times per week, 3 = At least once per week, 4 = Almost every 







Academic self-efficacy was measured using the Academic Efficacy subscale of 
the Patterns of Adaptive Learning Scales survey (PALS; Midgley et al., 2000). The 
Academic Efficacy subscale of the PALS is a 5-item scale used to measure student’s 
perceptions of their competence in the classroom. Sample items from the subscale 
include “I’m certain I can master the skills taught in class this year” and “Even if the 
work is hard, I can learn it.” Each item is on a 5-point Likert-type scale ranging from 1 
(not at all true) to 5 (very true). Total score is calculated as the sum of scores for all 
items. Higher scores indicate higher perceptions of ability to perform well academically. 
The original authors demonstrated moderate internal validity (α = .78) for this subscale 
for middle and high school students. This subscale has successfully been used to assess 
academic self-efficacy in high school Latinx students in previous studies (Vera et al., 




The Psychological Sense of School Membership scale (PSSM; Goodenow, 1993) 
was used to measure student’s perception of school belonging. The PSSM is an 18-item 
scale used to assess perceived liking, personal acceptance, inclusion, and respect at a 
school setting. Sample items from the scale include “I feel like a real part of (name of 




measured using a 5-point Likert-type scale ranging form 1 (not at all true) to 5 
(completely true). The full scale is calculated as the sum of scores for all items. Higher 
scores indicate a higher sense of school belonging. Goodenow (1993) found moderate 
internal reliability (α = .78) and evidence for content validity among both English and 
Spanish speaking participants. Furthermore, other studies have demonstrated strong 
internal reliability among Latinx high school students (α = .87) with this measure 
(Sánchez et al., 2005). For the current sample, it yielded strong reliability as well (α = 




Initial analyses included descriptive statistics and bivariate correlations among all 
variables. A series of regression analyses using the PROCESS macro in SPSS (Diagram 
et al., 2013) were used to assess the main and interaction effects of cultural variables with 
school ethnic composition variables. The PROCESS macro utilized bootstrapping 
techniques and ordinary least squares regression to calculate direct effects of the 
independent variables (i.e., ethnic identity, discrimination, acculturative stress) on the 
dependent variables (academic outcomes), as well as the interaction of the moderator 








Means and standard deviations are presented in Table 2 for all of the variables 
assessed in this study. On average, GPA and attendance indicated that students reported 
strong grades and attended class regularly. Academic self-efficacy and school belonging 
were, on average, above the mid-points of their scales. In contrast, average discrimination 
and acculturative stress scores were relatively low and those scales were positively 
skewed. Given this skewness, they were transformed with a log base-10 transformation. 
In order to accommodate the high number of 0s for the acculturative stress variables, we 
added a constant value of 1 to all scores prior to transformation. The transformed scores 
were used in all subsequent analyses. 
Table 2 
All Variables, Means, and Standard Deviations (N = 190) 
 Latinx 
(n = 190) 
──────── 
    
Variables M SD Min Max Skew S.E Skew 
GPA 7.5 1.5 1 9 -1.6 .18 
Attendance  5.9 1.5 1 7 -1.35 .18 
School belonging 3.5  .81 1.3 5 -.21 .18 
Academic self-efficacy 4.0 .83 1 5 -.41 .18 
School ethnic representation 0.5 .32 .00 .99 .24 .18 
School ethnic diversity 0.5 .25 .01 .94 -.43 .18 
Ethnic identity 3.0 .55 1.6 4 .09 .18 
Discrimination 1.1 .83 .07 4.4 1.5 .18 
Discrimination transform -.06 .31 -1.2 .64 .04 .18 
Acculturative stress total 2.1 1.0 1.0 5.7 1.21 .18 
Acculturative stress total transformed .28 0.2 .00 .75 .39 .18 
English competency pressure 1.8 1.1 1.0 5.75 1.45 .18 
English competency pressure transformed .19 0.5 .00 .76 .93 .18 
Spanish competency pressure 2.4 1.2 1.0 5.8 .68 .18 
Spanish competency pressure transformed .33 .22 .00 .76 .02 .18 




Table 3 shows bivariate correlations among all of the variables. Correlations 
among the academic outcomes showed positive and significant relationships among the 
various indicators of academic functioning. There was no significant direct correlation 
between the academic outcomes and the two moderators: school ethnic representation 
and school ethnic diversity. Ethnic identity demonstrated a positive and significant 
correlation with all of the academic outcomes. Discrimination and acculturative stress 
were all negatively correlated with attendance and school belonging, but not with self-
efficacy or GPA. Discrimination was strongly correlated to all forms of acculturative 
stress. There were no significant correlations between the cultural factors and either of 
the two moderators.  
Tables 4-7 present the summary of the moderation analysis of school ethnic 
representation for all four of the academic outcomes. Consistent with the bivariate 
correlations, the main effect of ethnic identity was significant in three of the four 
regressions (not for attendance). Discrimination and acculturative stress also 
demonstrated significant negative main effects for school belonging. Only one significant 
and one marginally significant interaction effect were observed. For academic self-
efficacy, there was a significant interaction between English competency pressure and 
ethnic representation, such that experiencing more ECP was associated with lower 
academic self-efficacy only for youth in schools with higher ethnic representation. Figure 
2 displays the interaction relationship found between ECP and academic self-efficacy 
when moderated by school ethnic representation. As ethnic representation increased, the 







Summary of Intercorrelations: Bivariate Correlations  
Variables  1 2 3 4 5 6 7 8 9 10 11 
1. GPA  1.00 .481** .234** .209** -.036 .088 .196** .090 .048 -.071 -.088 
2. Attendance  -- 1.00 .286** .113 -.063 .042 .190** -.119 -.210** -.189** -.224** 
3. School belonging    1.00 .485** -.086 .004 .286** -.204** -.312** -.214* -.350** 
4. Self-efficacy     1.00 .023 -.068 .332** -.027 -.078 -.100 -.004 
5. School ethnic representation      1.00 -.488** -.007 -.016 -.024 -.013 .008 
6. School ethnic diversity      1.00 -.015 .024 .095 .003 .083 
7. Ethnic identity        1.00 .050 -.095 -.170* -.077 
8. Discrimination _transf        1.00 .568** .520** .350** 
9. Acculturative stress_transf         1.00 .806** .794** 
10. ECP_transf          1.00 .458** 
11. SCP_transf           1.00 
Note. All of the transform variables were transformed using a log-10 transformation.  
ECP = English Competency Pressure  
SCP = Spanish Competency Pressure  
* p < .05. 






Summary of Regression Analyses Assessing Ethnic Representation as a Moderator of the 
Association Between Cultural Factors and School Belonging  
 
Model F or F change df p R2 or R2 change coefficient t p 
Ethnic identity 5.9653 3, 185  <.001 .09 .46 2.82 .005 
Ethnic representation     .21 .22 .825 
Interaction .1737 1, 185 .678 < .001 -.13 -.42 .678 
Discrimination_tranf  3.7805 3, 185 .012 .058 -.83 -2.74 .007 
Ethnic representation     -.18 -1.03 .307 
Interaction  1.5061 1, 185 .221 .008 .72 1.23 .221 
Acculturative stress_transf 7.3633 3, 186 <.001 < .001 -1.23 -2.58 .011 
Ethnic representation      -.20 -.73 .468 
Interaction .0127 1, 186 .910 .001 -.09 -.11 .910 
English competency 
pressure_transf 
3.5358 3, 186 .016 .054 -.61 -1.41 .160 
Ethnic representation      -.16 -.69 .489 
Interaction  .1778 1, 186 .674 < .001 -.33 -.42 .674 
Spanish competency 
pressure_transf  
9.2157 3, 186 < .001 .129 -1.34 -2.98 .003 
Ethnic representation     -.24 -.83 .406 




Summary of Regression Analyses Assessing Ethnic Representation as a Moderator of the 
Association Between Cultural Factors and Academic Self-Efficacy 
 
Model F or F change df p R2 or R2 change coefficient t p 
Ethnic identity 8.1908 3, 185  <.001 .117 .64 3.79 < .001 
ethnic representation     1.14 1.16 .248 
interaction 1.1267 1, 185 .29 .005 -.34 -1.06 .290 
Discrimination_tranf .3088 3, 185 .819 .005 .14 .428 .670 
Ethnic representation     .03 .137 .891 
Interaction  .6934 1, 185 .406 .004 -.52 -.833 .406 
Acculturative stress_transf 1.4793 3, 186 .222 .023 .42 .813 .417 
Ethnic representation      .49 1.59 .112 

















Ethnic representation      .39 1.63 .104 
Interaction  4.9116 1, 186 .028 .026 -1.81 -2.22 .028 
Spanish competency 
pressure_transf  
.5260 3, 186 .665 .008 .49 .977 .330 
Ethnic representation     .38 1.17 .242 





Summary of Regression Analyses Assessing Ethnic Representation as a Moderator of the 
Association Between Cultural Factors and GPA 
 
Model F or F change df p R2 or R2 change coefficient t p 
Ethnic identity 3.000 3, 185 .032 .046 .82 2.56 .011 
Ethnic representation     1.88 1.00 .314 
Interaction 1.2568 1, 185 .264 .007 -.69 -1.21 .264 
Discrimination_tranf .7774 3, 185 .508 .012 .81 1.38 .168 
Ethnic representation     -.19 -.571 .568 
Interaction  .6386 1, 185 .425 .003 -.901 -.799 .425 
Acculturative stress_transf .2745 3, 186 .844 .004 -.65 -.684 .494 
Ethnic representation      -.33 -.594 .553 

















Ethnic representation      -.23 -.53 .600 
Interaction  .0438 1, 186 .835 < .001 .31 .21 .835 
Spanish competency 
pressure_transf  
.8160 3, 186 .486 .013 -1.25 -1.39 .165 
Ethnic representation     -.58 .-.99 .321 
Interaction .7660 1, 186 .383 .004 1.31 .87 .383 
 
Table 7 
Summary of Regression Analyses Assessing Ethnic Representation as a Moderator of the 
Association Between Cultural Factors and Attendance (Missed Days)  
 
Model F or F change df p R2 or R2 change coefficient t p 
Ethnic identity 3.5389 3, 185 .016 .054 -.11 -.34 .732 
Ethnic representation     3.34 1.77 .078 
Interaction 2.6475 1, 185 .186 .014 -1.01 -1.63 .105 
Discrimination_tranf 1.6019 3, 185 .19 .025 1.96 .095 .924 
Ethnic representation     .37 1.07 .288 
Interaction  1.3900 1, 185 .24 .007 1.35 1.18 .240 
Acculturative stress_transf 4.0718 3, 186 .008 .062 -.44 -.47 .638 
Ethnic representation      .38 .69 .492 

















Ethnic representation      .10 .23 .816 
Interaction  2.1953 1, 186 .140 .011 -2.21 -1.48 .140 
Spanish competency 
pressure_transf  
3.5958 3, 186 .015 .055 -1.23 -1.37 .172 
Ethnic representation     -.07 -.12 .903 










ethnic representation (ER) was at the 10th percentile (low ER), the effect size was .27, t = 
.69, p = .494. At the 50th percentile (medium ER) the effect size was -.28, t = -1.04, p = 
.301. At the 90th percentile (high ER) the effect size was -1.18, t = -2.61, p = .009. 
Tables 8-11 summarize regression analyses testing school ethnic diversity as a 
moderator for all four of the academic outcomes. Attendance was the only academic 
outcome that demonstrated significant direct relationships with all of the cultural factors. 
School belonging and academic self-efficacy also had significant main effects for 

























Summary of Regression Analyses Assessing Ethnic Diversity as Moderator of the 
Associations Between Cultural Factors and School Belonging  
 
Model F or F change df p R2 or R2 change coefficient t p 
Ethnic identity 5.5813 3, 185  .001 .08 .31 1.27 .208 
Diversity      -.61 -.47 .635 
Interaction .2212 1, 185 .639 .001 .20 .47 .639 
Discrimination_tranf  2.7728 3, 185 .043 .043 -.75 -1.61 .108 
Diversity      .06 .27 .789 
Interaction  .2556 1, 185 .614 .001 .41 .51 .614 
Acculturative stress_transf 8.0886 3, 186 <.001 .115 -2.34 -3.70 <.001 
Diversity      -.47 -1.26 .211 

















Diversity      -.36 -1.25 .215 
Interaction  4.0663 1, 186 .045 .02 2.05 2.02 .045 
Spanish competency 
pressure_transf  
9.1776 3, 186 < .001 .129 -1.79 -3.40 <.001 
Diversity      -.22 -.60 .551 




Summary of Regression Analyses Assessing Ethnic Diversity as Moderator of the 
Associations Between Cultural Factors and Academic Self-Efficacy  
 
Model F or F change df p R2 or R2 change coefficient t p 
Ethnic identity 8.7200 3, 185  <.001 .124 .23 .94 .347 
Diversity      -1.77 -1.36 .175 
Interaction 1.3453 1, 185 .248 .006 .50 1.16 .248 
Discrimination_tranf 1.0115 3, 185 .388 .016 -.71 -1.45 .149 
Diversity      -.15 .25 .547 
Interaction  2.0411 1, 185 .155 .011 1.22 1.43 .155 
Acculturative stress_transf 3.8363 3, 186 .011 .058 -2.19 -3.22 .002 
Diversity      -1.23 -3.02 .003 

















Diversity      -.79 -2.61 .009 
Interaction  8.5696 1, 186 .004 .043 3.12 2.93 .004 
Spanish competency 
pressure_transf  
1.1699 3, 186 .323 .019 -.82 -1.41 .159 
Diversity      -.77 -1.86 .064 





Summary of Regression Analyses Assessing Ethnic Diversity as Moderator of the 
Associations Between Cultural Factors and GPA  
 
Model F or F change df p R2 or R2 change coefficient t p 
Ethnic identity 3.1018 3, 185  .028 .048 .65 1.38 .168 
Diversity      1.21 .49 .627 
Interaction .0682 1, 185 .794 <.001 -.22 -.26 .794 
Discrimination_tranf 1.0519 3, 185 .371 .017 -.04 -.05 .961 
Diversity      .54 1.23 .220 
Interaction  .3470 1, 185 .556 .002 .90 .59 .556 
Acculturative stress_transf .7117 3, 186 .546 .011 -.72 -.57 .567 
Diversity      .40 .53 .600 

















Diversity      .17 .30 .764 
Interaction  .9636 1, 186 .328 .005 1.93 .98 .328 
Spanish competency 
pressure_transf  
1.0807 3, 186 .359 .017 -.44 -.42 .677 
Diversity      .71 .96 .339 




Summary of Regression Analyses Assessing Ethnic Diversity as Moderator of the 
Associations Between Cultural Factors and Attendance (Missed Days)  
 
Model F or F change df p R2 or R2 change coefficient t p 
Ethnic identity 3.3055 3, 185  .021 .051 1.20 2.50 .013 
Diversity      4.12 1.63 .104 
Interaction 2.3410 1, 185 .128 .012 -1.28 -1.53 .128 
Discrimination_tranf 1.7726 3, 185 .154 .028 -1.85 -2.05 .042 
Diversity      .39 .88 .379 
Interaction  2.2814 1, 185 .133 .012 2.35 1.51 .133 
Acculturative stress_transf 3.3041 3, 186 .022 .051 -2.47 -1.97 .051 
Diversity      -.06 -.08 .939 

















Diversity      -.20 -.35 .724 
Interaction  1.5702 1, 186 .212 .045 2.48 1.25 .212 
Spanish competency 
pressure_transf  
3.6060 3, 186 .015 .055 -2.06 -1.97 .051 
Diversity      .06 .09 .931 




main effect with academic self-efficacy but no other academic outcome. There were two 
significant interaction effects, one between ECP and ethnic diversity predicting academic 
self-efficacy and the other between ECP and ethnic diversity predicting school belonging. 
Figure 3 displays the relationship between ECP and school belonging moderated by 
school ethnic diversity. When school ethnic diversity was in the 10th percentile (low) 
there was a significant negative relationship between ECP and school belonging, -1.47, t 
= -3.38, p < .001. This negative relationship became less strong as school ethnic diversity 
increased, where those in the 50th percentile (medium diversity) showed an effect size 
of -.62, t = -2.39, p = .018 and in the 90th percentile (high diversity), -.21, t = -.59, p = 
.557. Similarly, Figure 4 shows the interaction between ECP and academic self-efficacy 




































diversity was in the 10th percentile (low diversity) there was a significant negative 
relationship between ECP and academic self-efficacy, -1.45, t = -3.20, p = .002). As 
school ethnic diversity increased, the relationship between ECP and academic self-
efficacy became nonsignificant and positive with diversity at the 50th percentile (medium) 
having an effect size of -.16, t = -.61, p = .544 and in the 90th percentile (high diversity), 
.45, t = 1.17, p = .242.  
Table 12 and 13 display the interaction summary of both moderators (school 
ethnic representation and diversity) on the relationship between all cultural factors and 
academic outcomes. Ethnic Identity showed significant correlations with three out of the 






















significant correlations with all of the cultural factors. When using school ethnic 
representation as a moderator the only significant interaction was that between English 
competency pressure (ECP) and academic self-efficacy. School ethnic diversity 
demonstrated a significant interaction effect on both ECP and acculturative stress for both 













(missed days) GPA 
Ethnic identity  .005 <.001 x .01 
Ethnic representation x x .078 x 
Interaction  x x .10 x 
Discrimination  .007 x x x 
Ethnic representation x x x x 
Interaction  x x x x 
Acculturative Stress  .011 x x x 
Ethnic representation x x x x 
Interaction  x .076 x x 
English competency pressure x x x x 
Ethnic representation x x x. x 
Interaction  x .028 x x 
Spanish competency pressure .003 x x x 
Ethnic representation x x x x 
















(missed days) GPA 
Ethnic identity  x x .013 x 
Ethnic representation x x x x 
Interaction  x x x x 
Discrimination  x x .042 x 
Ethnic representation x x x x 
Interaction  x x x x 
Acculturative Stress  < .001 .002 .051 x 
Ethnic representation x .003 x x 
Interaction  .061 .002 x x 
English competency pressure .002 .001 .024 x 
Ethnic representation x .009 x x 
Interaction  .045 .004 x x 
Spanish competency pressure < .001 x .051 x 
Ethnic representation x .064 x x 












 Latinx youth share distinct cultural characteristics across the U.S., and yet 
experience highly different stressors and successes based on a number of different 
variables. In schools, Latinx youth have shown an incredible resilience to overcome 
challenges. Still, there are obstacles that have been difficult for some of these students, 
and protective factors may help support these students academically. Many cultural 
factors link to academic achievement of this population, like ethnic identity, 
discrimination, and acculturative stress. This study looked at school ethnic representation 
(number of Latinx students at a school) and school ethnic diversity (overall level of 
diversity in the student body) as potential moderators of the associations between cultural 
factors and academic outcomes.  
 A few key findings help illuminate the ways that acculturative stress, specifically 
English Competency Pressures (ECP), interacts with school ethnic context variables to 
predict academic outcomes. Attending a school with higher ethnic representation 
enhanced the negative association between ECP and academic self-efficacy. Higher 
school ethnic diversity on the other hand, showed protective effects on the negative 
relationship between ECP and self-efficacy and school belonging. The more diverse the 







Direct Effects on Academic Functioning 
 
A number of important main effects emerged from the analyses. Ethnic identity 
proved to be an important protective factor for all of the academic outcomes. This is 
consistent with literature that indicates, for the most part, that ethnic identity resolution is 
a positive correlate of Latinx youth’s academic achievement (Miller-Cotto & Byrnes, 
2016). Having a strong ethnic identity resolution seems to help Latinx students in both 
subjective and objective measures of academic success. Having a connection with one’s 
ethnicity as part one’s understanding of self may enhance resilience in the face of social 
and academic obstacles that students face. Programs designed to support positive ethnic 
identity development among Latinx youth may be useful in tacking the academic gap 
between different ethnic groups in the U.S.  
 Acculturative stress also showed a significant negative correlation with academic 
success for all academic outcomes except GPA. This too is consistent with literature that 
shows the negative impact of acculturative stress on school belonging and academic self-
efficacy (Aguayo et al., 2011; Roche & Kuperminc, 2012). Specifically, ECP proved to 
be the aspect of acculturative stress that most significantly related to academic 
functioning in this sample. Feelings of inadequacy about one’s English language 
proficiency may detract from one’s ability to succeed academically. The reliance on 
English language curricula in U.S. schools, along with Latinx youths’ feelings of 
inadequacy related to language seem to hinder the academic process that Latinx students 
with high ECP experience by making students more vigilant to negative stereotypes (Sue 




Discrimination showed few direct effects with academic outcomes. This finding 
goes against much of the literature that shows the negative effects of discrimination on 
academic success (E. Chen et al., 2004). While this study did not yield such results, there 
is enough evidence in the literature to suggest that discrimination negatively impacts a 
student’s ability to succeed in school. Both discrimination from teachers (Brown & Chu, 
2012) as well as from fellow students (Benner & Graham, 2013) disrupts these students’ 
connection to their school and their performance (Benner & Graham, 2009). Overall, 
students in this study reported low levels of perceived discrimination, and further 
research should seek to clarify the contexts in which discrimination emerges as a 
pronounced experience for Latinx youth. Both acculturative stress and ethnic identity 
showed the most consistent interactions with school belonging and academic self-
efficacy. Thus, relationships with more affective experiences of students in their school 
(school belonging and academic self-efficacy) were stronger than those with the 
behavioral measures (attendance and GPA). No direct effects of any cultural factor or 
moderator were found for GPA. This might be due to inaccuracy in the self-report of 
measures such as attendance and GPA, which could be skewed due to self-enhancement 
or lack of knowledge among adolescents. Participants were asked to report their typical 
grades, which may have rendered that variable unreliable. Students may not know their 
GPA or may over-report, as this tends to be the case with self-reported GPA (Zimerman 
et al., 2002). In the future, it would be advisable to either use transcripts to measure GPA 
or simply use other academic performance variables. Additionally, there is support for 




of these predictors are school belonging (Slaten et al., 2016) and confidence (Stankov et 
al., 2014) when it comes to high school academics.  
School belonging was the most sensitive academic outcome to the cultural factors. 
It was significantly correlated to ethnic identity, discrimination, acculturative stress and 
both SCP and ECP. It seems that these cultural factors are highly connected with one’s 
sense of belonging in a community (Osterman, 2007). As seen in the literature, a strong 
sense of school belonging has been positively correlated with academic success for 
Latinx students (Sánchez et al., 2005). This success is strongly related to the cultural 
factors studied in this paper, especially ethnic identity and acculturative stress. As 
mentioned earlier, a feeling of belongingness and confidence seems to be a strong 
predictor of academic success (Slaten et al., 2016; Stankov et al., 2014).   
 
Direct Effects of School Ethnic Representation and Ethnic Diversity 
 
The variables of school ethnic representation and school ethnic diversity did not 
show direct effects with any of the academic outcomes in this study. It would seem that 
neither school ethnic representation nor diversity are strong predictors of academic 
outcomes by themselves. The results of school ethnic representation here are consistent 
with what the literature has shown, in that the results are mixed. Some studies have 
shown a positive association (Johnson et al., 2006) some negative (Lee, 2007) and a few 
have found no correlation (Barret, 2010). Diversity on the other hand is a different story. 
While there have been mixed findings, the majority of the research points towards ethnic 




2016). This study did not find these results.  
As posited by Allport (1954) and McKay (2018), intergroup contact must have 
certain characteristics in place for it produce positive results. Even though Pettigrew and 
Tropp (2006) found that not all four characteristics must be present for increased contact 
to result in improved relations between groups, it seems that at the school level some of 
these domains are important. Diversity alone did not result in less discrimination or 
acculturative stress. Considering factors such as (a) equal status, (b) common goals, (c) 
cooperation, and (d) support from authority would support a more nuanced assessment of 
the effect of school diversity. While a school may have a diverse student body, there 
might not be efforts made from the faculty to create optimal conditions for the benefits of 
intergroup contact to be seen. This study measured some of the more common outcomes 
of academic success such as GPA and attendance; it would be interesting to see the 
effects on measures of decreased bias, critical thinking, and creativity (Wells et al., 
2016).  
School ethnic representation may alone not contribute to academic success nor 
significantly relate to the cultural factors studied here. Intergroup contact theory may also 
explain these findings, specifically when studying extended contact hypothesis. In 
schools with high ethnic representation there might not be as many cross-ethnic 
friendships. Perhaps, it is more likely that same-ethnic friendships are made in these 
environments leading to segregation among students. It is important to point out that this 
is not due to the student’s character but instead those four characteristics important in 




Further research on constrict theory might illuminate the non-significant direct 
effects of both the moderators. It could explain why in diverse school settings, there is no 
direct relationship with issues of discrimination and acculturative stress, as constrict 
theory states that diversity lowers quantity and quality of interpersonal contact (Putnam, 
2007). It does not state whether the contact is positive (contact theory) or negative 
(conflict theory) but simply that diversity will lead to less contact overall and lower 
attachment to friendships in general. This could explain the lack of significant 
correlation, as perhaps students interact less with different groups when in diverse 
environments, due to homogeneity of friendships (Demanet et al., 2012). 
 
Moderating Effects of School Ethnic Representation and Ethnic Diversity 
 
 School ethnic representation and school ethnic diversity as moderators, however, 
did yield some interesting findings. School ethnic representation was a significant 
moderator in one interaction with ECP predicting academic self-efficacy. This finding 
demonstrated that as ethnic representation increased in the schools, the negative 
relationship of ECP with academic self-efficacy increased. Thus, pressure to speak 
English proficiently became an issue with self-confidence for academic success as the 
proportion of other Latinx students increased. Perhaps seeing other Latinx students 
comfortably speaking English impacts students with English language deficits in their 
confidence for academic success. It would make sense that seeing other same-ethnic 
students succeed in English-based academic environments would prompt the students 




difficulties. Given the small amount of research on the links among school ethnic 
representation, acculturative stress, and academic functioning, this study represents a first 
step in understanding how these variables interact in school settings.  
 School ethnic diversity was a significant moderator in the relationships between 
ECP and both academic self-efficacy and school belonging. There is little literature on 
the association between school ethnic diversity and acculturative stress in general. Some 
studies suggested that Latinx students would feel the pressure to acculturate less in 
schools with more diversity given the array of different cultures represented (Benner & 
Graham, 2011). However, this hypothesis had not been tested and so this study will help 
illuminate some of these unknowns. In the interaction between ECP and school 
belonging, diversity moderated the negative relationship. Higher ECP was associated 
with lower school belonging among this sample; however, as school ethnic diversity 
increased this relationship became weaker. Thus, a diverse student body seems to protect 
students with high ECP from feeling that they do not belong in their schools. Those 
without a diverse student body feel less connected in their schools when struggling with 
English language proficiency. One study showed that as students acculturate to American 
customs more, they felt more connected with their schools (Chan & Birman, 2009), so as 
the diversity increases in the school there might be less strain on having English language 
difficulties. It may be that diversity helps these students feel more in “equal status” to 
other ingroup or outgroup students who have faced high levels of ECP. In schools with 
less diversity, the comparison might be harsher leading to negative associations between 




alienated these students might feel about their high ECP which would protect from that 
impacting their sense of school belonging.  
 With academic self-efficacy as the academic outcome, there was a similar pattern. 
In schools with low diversity, there was a significant negative correlation between ECP 
and self-efficacy. As the diversity in the student body increased, the relationship was no 
longer significant and became positive. It would seem that as students with high ECP 
interact with a student body that is diverse, their self-beliefs of academic success are no 
longer negatively related to language difficulties. It may also be due to having less ethnic 
representation in some ways. As diversity increases, school ethnic representation 
plateaus. As discussed above, high ethnic representation led to an increased effect 
between high ECP and low academic self-efficacy. Given the pressure to acculturate 
when surrounded by other Latinx students who do speak English well, having this 
number decrease might be alleviate the pressure. There may be fewer Latinx students to 
compare oneself to, making the negative association between ECP and academic self-
efficacy less dramatic. Both of these findings suggest that for Latinx students who are 
struggling in their academic contexts due to English language barriers, having a diverse 
student body may protect them from negative academic and school belonging beliefs.   
 
Limitations, Implications, and Directions for Future Research 
 
 There were a number of limitations to this study. Self-reported GPA and 
attendance were largely unrelated to the cultural and school ethnic representation 




academic outcomes. In the future, it will be better to either use other variables to measure 
concrete academic outcomes or have real school statistics about GPA and attendance. 
Additionally, data was collected through a Qualtrics panel, which limits recruitment to 
the Latinx population involved in online research. Many students, for example, who do 
not have access to reliable internet or computer were automatically excluded from this 
study. The voices of Latinx adolescents not currently enrolled in school are also not 
represented in this study.  
 This study is not incongruent with interpersonal contact theory, in fact the 
limitations of this study make it difficult to evaluate the theory alone. As mentioned 
above, this study did not consider each of the four domains of contact theory which are 
important in producing the expected results. It is unclear from these data if (a) equal 
status, (b) common goals, (c) cooperation, and (d) support from authority were present in 
the schools that the participants attended. Exploring school climate, teacher biases, 
friendships, curricular and noncurricular contact, and perceived and actual extended 
contact would contribute to the debate between theories further.  
Increased diversity did moderate the negative effect of English competency 
pressure on school belonging and academic self-efficacy. It is unclear what exact 
mechanisms contribute to these findings, and an exploration of what attributes of a 
diverse student body created this effect would be interesting. It is advisable that school 
administrations consider the implications of this study and those associated with school 
ethnic contexts in consideration of zoning policies and curriculum building. With 




impact of diversity in schools. Projects such as Capital Region Education Council 
(CREC) and the Century Foundation, which are showing all of the progress happening in 
integrated schools, must continue to receive support and research that upholds this 
progress. Multicultural education has proven to be another avenue of further exploration 
in creating diverse school settings with the four domains of contact theory in mind. 
Creating environments in which all students feel comfortable and connected will help 
narrow the gaps seen in the educational data.  
 Further research is needed to understand the role that acculturative stress plays in 
school social contexts and academic functioning. This study illuminated some interesting, 
both protective and damaging interactions, that school ethnic contexts have on an 
individual’s success given acculturative stressors. There is little research on the 
interactions between acculturative stress and diversity theory or school ethnic contexts all 
together.  
 Last, it is critical to note that these issues discussed above are not due to Latinx 
students’ characteristics or cultural deficits. Instead, it is due to institutional issues that 
must be addressed and changed. Integrating schools correctly can have equitable results 
for all students, especially those that have been marginalized (Chiu & Khoo, 2005). 
Tracking, school transition ethnic incongruence, and disconnect between school climate 
and curriculum have been noted as areas in which diversity is not supported correctly (S. 
Graham, 2018). It has become important to stop debating whether diverse integrated 
schools matter and start constructing schools to improve outcomes for all students in 
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Revised 28-Item Racial and Ethnic Microaggressions Scale (R28REMS) 
Think about your experiences with race. Please read each item and think of how many 
times this event has happened to you in the PAST SIX MONTHS. 







d this event 
one time in 




d this event 
two times 




d this event 
three times 




d this event 
four times 




d this event 
five or 
more times 
0 1 2 3 4 5 
 
1. I was ignored at school or at work because of my race 
2. Somebody's body language showed they were scared of me, because of my race 
3. Someone assumed that I spoke a language other than English 
4. I was told that I should not complain about race 
5. Someone avoided walking near me on the street because of my race 
6. Someone told me that she or he was color-blind 
7. Someone avoided sitting next to me in a public space (e.g., restaurants, movie 
theatres, subways, buses) because of my race 
8. Someone assumed that I would not be intelligent because of my race 
9. I was told that I complain about race too much 
10. Someone acted surprised at my scholastic or professional success because of my 
race 
11. I observed people of my race portrayed positively on television 
12. Someone assumed that I would not be educated because of my race 
13. Someone told me that I was "articulate" after she/he assumed I wouldn't be 




15. Someone told me that they "don't see color" 
16. I read popular books or magazines in which a majority of contributions featured 
people from my racial group  
17. Someone asked me to teach them words from my "native language" 
18. Someone told me that they do not see race 
19. Someone clenched her/his purse or wallet upon seeing me because of my race 
20. Someone assumed that I would have a lower education because of my race 
21. Someone assumed that I ate foods associated with my race/culture every day 
22. Someone assumed that I held a lower-paying job because of my race 
23. I observed people of my race portrayed positively in movies  
24. Someone assumed that I was poor because of my race 
25. Someone told me that people should not think about race anymore 
26. Someone avoided eye contact with me because of my race 
27. Someone told me that all people in my racial group look alike 





UMAÑA-TAYLOR, YAZEDJIAN, BÁMACA-GÓMEZ 
The Ethnic Identity Scale  
1. My feelings about my ethnicity are mostly negative (–A). 
2. I have not participated in any activities that would teach me about my ethnicity (–E). 
3. I am clear about what my ethnicity means to me (+R). 
4. I have experienced things that reflect my ethnicity, such as eating food, listening to 
music, and 
watching movies (+E). 
5. I have attended events that have helped me learn more about my ethnicity (+E). 
6. I have read books/magazines/newspapers or other materials that have taught me about 
my ethnicity (+E). 
7. I feel negatively about my ethnicity (-A). 
8. I have participated in activities that have exposed me to my ethnicity (+E). 
9. I wish I were of a different ethnicity (–A). 
10. I am not happy with my ethnicity (–A). 
11. I have learned about my ethnicity by doing things such as reading (books, magazines, 
newspapers), searching the internet, or keeping up with current events (+E). 
12. I understand how I feel about my ethnicity (+R). 
13. If I could choose, I would prefer to be of a different ethnicity (–A). 
14. I know what my ethnicity means to me (+R). 
15. I have participated in activities that have taught me about my ethnicity (+E). 
16. I dislike my ethnicity (–A). 
17. I have a clear sense of what my ethnicity means to me (+R). 
________________________________________________________________________ 
Note. Response options are: Does not describe me at all (1), Describes me a little (2), 
Describes me well (3), and Describes me very well (4). The notation after each item 
indicates the relevant subscale (i.e., A = affirmation, E = exploration, and R = resolution); 
+ indicates a positively worded item; – indicates a negatively worded item. Negatively 
worded items should be reverse scored so that higher scores indicate higher levels of 















Multidimensional Acculturative Stress Inventory 
Below is a list of situations that as Latinx/Hispanic you may have experienced. We 
recognize that the language of your culture of origin may not be Spanish (e.g., 
Portuguese). If the language of your culture of origin is something other than Spanish, 
please respond to the following questions with this language in mind. 
 
Read each item carefully and first decided whether or not you have experienced that 
situation during the past 3 months. If you have experienced the situation during the past 3 
months, fill in the circle that represents HOW STRESSFUL the situation has been for 
you. If you have not experienced the situation during the past 3 months fill in the circle 
under “Does not apply” and go to the next item.  
 
1. I have had a hard time understanding others when they speak English   
2. I have had a hard time understanding others when they speak Spanish   
3. I felt pressured to learn Spanish        
4. It bothered me that I spoke English with an accent      
5. It bothered me that I spoke Spanish with an accent      
6. Since I didn't speak English well, people treated me rudely or unfairly 
7. I have been discriminated against because I had difficulty speaking English 
8. I haven't spoken English or haven't spoken it well  
9. I haven't spoken Spanish or haven't spoken it well 
10. I felt pressured to learn English      
11. I felt uncomfortable being around people who only spoke English  
12. I felt uncomfortable being around people who only spoke Spanish 
13. It bothered me when people assumed that I spoke English 
14. It bothered me when people assumed that I spoke Spanish 
15. Since I didn't speak Spanish well, people treated me rudely or unfairly 
16. I have been discriminated against because I had difficulty speaking Spanish 
17. It bothered me when people pressured me to adapt to the American ways of doing 
things 




19. It bothered me when people didn't respect my American values (e.g., 
independence)         
20. I was self-conscious about my Latino background  
21. I was self-conscious about my American background 
22. Because of my cultural background, I had a hard time fitting in with White 
Americans         
23. Because of my cultural background, I had a hard time fitting in with Latinos  
24. I didn't feel accepted by Latinos 
25. I didn't feel accepted by White Americans 
26. I have had conflicts with others because I preferred American customs (e.g., 
celebrating Halloween, Thanksgiving) over Latino ones (e.g., celebrating Dia de 
los Muertos, Quinceañeras)     
27. I have had conflicts with others because I preferred Latino customs (e.g., 
celebrating Dia de los Muertos, Quinceañeras) over American ones (e.g., 
celebrating Halloween, Thanksgiving)  
28. People looked down upon me if I practiced Latino customs 
29. People looked down upon me if I practiced American customs 
30. I felt uncomfortable when I had to choose between Latino and American ways of 
doing things   
31. I felt uncomfortable because my family did not know American ways of doing 
things         
32. I felt uncomfortable because my family did not know Latino ways of doing things 
33. I felt uncomfortable when others expected me to know American ways of doing 
things         
34. I felt uncomfortable when others expected me to know Latino ways of doing 
things         
35. At times, I wished that I were more American 
36. At times, I wished that I were more Latino       
Response options are: Does not apply (0), Not at all stressful (1), A little stressful (2), 





The Psychological Sense of School Membership (PSSM) Scale 
Think about your experiences in your high school and click the answer for each statement 
that is most true for you. 
 
1. I feel like a real part of my high school       
2. People here notice when I'm good at something      
3. It is hard for people like me to be accepted here      
4. Other students in this school take my opinions seriously     
5. Most teachers at my school are interested in me      
6. Sometimes I feel as if I don't belong here 
7. There's at least one teacher or other adult in this school I can talk to if I have a 
problem  
8. People at this school are friendly to me       
9. Teachers here are not interested in people like me      
10. I am included in lots of activities at my school      
11. I am treated with as much respect as other students      
12. I feel very different from most other students here 
13. I can really be myself at this school        
14. The teachers here respect me        
15. People here know I can do good work       
16. I wish I were in a different school        
17. I feel proud of belonging to my high school       
18. Other students here like me they way I am 
Response options range from: Not at all true (1) - Completely true (5). 
100 
 
 
 
